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Abstract 
This study aims at identifying pre-service teacher trainees’ perceptions of professional development, while they still are 
attending the teacher education programme concurrently with their specialist BA studies. We admistered a questionnaires 
aimed at identifying teacher trainees’ perceptions concerning professional development. The respondents were students at “1 
Decembrie 1918” University, all in their last BA year, and had already taken courses in Educational psychology, Pedagogy, 
Specialist Methodology, and were about to start their Practicum in schools. Results were analysed both quantitatively and 
qualitatively, and revealed the trainees’ need for more focus on practice in schools before they actually start their teaching.  
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1. Introduction 
Up to the Law of education no. 1, passed in 2011, initial (pre-service) teacher education in Romania was 
organized as a separate module, independent of and concurrent with the core curriculum of undergraduate and 
postgraduate studies; i.e Module I for undergraduate students (30 ECTS), and Module II for postgraduate 
students (30 ECTS). Upon successful completion of the first module, trainees were entitled to teach at primary 
and (compulsory) secondary level (up to the 10th grade), and upon successful completion of the 2nd module, 
trainees were entitled to teach at all levels of primary and secondary education (including upper secondary). 
However, the new law provided for the dissolution of the concurrent teacher education programme, which was 
to be supplanted by a Master of Education programme, organized by nationally accredited universities and study 
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programmes. The M.Ed. programme will provide initial, theoretical training for the duration of 2 years (4 
semesters, 120 ECTS), followed by an induction (probationary) teaching period for the duration of 1 school 
year, performed at an educational institution under the supervision of a teacher-mentor. However, we have yet to 
see whether this change will be viable for the social, economic and educational context of our country. For the 
time being, undergraduate students may still enroll on the teacher education programme. 
2. Literature review 
In the context of ever changing educational landscapes, initial teacher education alone cannot provide 
teachers with the knowledge and skills necessary for a lifelong teaching career. Not only do teachers have to 
acquire new knowledge and skills but also to develop them on a continuous basis. The education and 
professional development of every teacher is therefore a lifelong task, which needs to be structured and 
resourced accordingly. Consequently, it is essential to have both quality initial teacher education and a coherent 
process of continuous professional development, always in line with the competences needed in a knowledge-
based society. 
Recent years have witnessed an increasing interest of all decision factors, at all levels, in developing and 
maintaining the quality of teaching and teacher education. At European level, it is worthwhile mentioning the 
statement of the European Union Ministers of Education in November 2007, “High-quality teaching is a 
prerequisite for high-quality education and training, which are in turn powerful determinants of Europe’s long-
term competitiveness and capacity to create more jobs and growth in line with the Lisbon goals.” (2007/C 
300/07 of 15.11.07) Moreover, they declared that “school education is an important means of passing on the 
values, skills, knowledge and attitudes required for democracy, citizenship, intercultural dialogue and personal 
development, and plays an essential role in the acquisition of the key competences needed for successful 
integration into economic life. Schools therefore have a duty to provide their pupils with an education which 
will enable them to adapt to an increasingly globalised, competitive, diversified and complex environment, in 
which creativity, the ability to innovate, a sense of initiative, entrepreneurship and a commitment to continue 
learning are just as important as the specific knowledge of a given subject.” (2008/C 319/08 of 21.11.08) 
With reference to teachers’ training and professional development, we distinguish between initial training, 
induction courses (= the support and guidance provided to novice teachers and school administrators in the early 
stages of their careers; induction encompasses orientation to the workplace, socialisation, mentoring, and 
guidance through beginning teacher practice), in-service training courses, and continuous professional 
development in schools. On the other hand, one should also account for the fact that teaching styles and 
competencies, as well as teacher beliefs (e.g. preferred teaching paradigms) play an important role is shaping the 
direction of professional development. Initially, research on teaching focused on personal characteristics of 
teachers, followed by an interest in teaching styles and repertoires. In the case of teaching styles (Davies, 1972), 
more attention was laid on the behavioural repertoire of teachers than on teachers’ personality traits. The next 
phase in the “research on teaching”, we recorded a period in which much attention was paid to observing 
teacher behaviour during lessons. However, results rarely attested to a link with pupil performance (e.g. Lortie, 
1973). Subsequently, more focus was given to the relation between observed teacher behaviour and pupil 
achievement. In the literature, this phase is known as “process-product studies”. In this respect, Lowyck, quoted 
by Weeda (1986, p. 68), identifies variables which emerged “strongly” in specialist literature: 
1. Clarity: clear presentation adapted to the pupils’ cognitive development; 
2. Flexibility: varying teaching behaviour and teaching aids, organising different activities, etc.; 
3. Enthusiasm: expressed in verbal and nonverbal behaviour of the teacher; 
4. Task-related and/or businesslike behaviour: directing the pupils to complete tasks, duties, exercises, etc., 
in a businesslike manner; 
5. Criticism: much negative criticism has a negative effect on pupil achievement; 
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6. Indirect activity: taking up ideas, accepting pupils’ feelings and stimulating self-activity; 
7. Providing the pupils with an opportunity to learn criterion material, i.e., a clear relationship between 
what is taught in class and what is tested in examinations and assessments; 
8. Resorting to stimulating comments: directing pupils’ concentration to the question, summarising a 
discussion, signalling the beginning or end of a lesson, emphasising certain features of the teaching 
materials; 
9. Varying the level of cognitive questions and cognitive interaction. 
Over the past year, we have registered a revival of the interest in effective teacher characteristics, which are 
rather closer to learnable competencies than to personality characteristics, however clearly linked to them. 
Motivational aspects are also important, teacher motivation being associated with teacher beliefs systems about 
preferred teaching strategies. For example, Anderson (2004, p.15), in an adaptation from Hay McBer (2000), 
identified 12 characteristics, clustered around 4 larger characteristics: Professionalism (Commitment, 
Confidence, Trustworthiness, Respect); Thinking/Reasoning (Analytical thinking, Conceptual thinking); 
Expectations (Drive for improvement, Information-seeking, Initiative); Leadership (Flexibility, Accountability, 
Passion for learning). 
It has been proved that there is a correlation between teachers’ beliefs about their own level of competence 
and their sense of self-efficacy and their practice and students’ performance (e.g. Ashton & Webb, 1986; 
Midgley, Feldlaufer & Eccles, 1989; Ross, Hogaboam-Gray & Hannay, 2001). Self-efficacy is a belief about the 
level of competence a person might display in a given situation (Bandura, 1997). In the case of teachers 
displaying a high sense of self-efficacy, their work is more creative, their efforts are more intense when their 
performances do not meet their goals, and their persistence and endurance are higher. Therefore, teachers’ sense 
of self-efficacy can influence students’ learning and motivation of, even if students are unmotivated or 
considered difficult (Guskey & Passaro, 1994). 
3. Research Methodology 
This study aims at identifying pre-service teacher trainees’ perceptions of professional development, while 
they still are attending the teacher education programme concurrently with their specialist BA studies. We 
admistered a questionnaires aimed at identifying teacher trainees’ perceptions concerning professional 
development. The 78 respondents who filled in the questionnaire were all students at “1 Decembrie 1918” 
University, all in their last BA year (3rd year), and had already taken courses in Educational psychology, 
Pedagogy I (Fundamentals of Pedagogy, Theory and methodology of the curriculum); Pedagogy II (Theory and 
methodology of training, Theory and methodology of assessment), Class management, Computer-assisted 
learning, Specialist Teaching Methodology, and were starting their Practicum in schools with which our 
university has concluded partnership agreements. The results were analysed both quantitatively and 
qualitatively. 
The questionnaire consisted of 14 questions, clustered around four main topics, i.e. Curriculum design and 
implementation; Facilitating some innovative processes of teaching and learning; Evaluation and monitoring of 
teaching and learning performance; Involvement in the process of professional and personal development. For 
the interpretation of the students’ attitudes we used a Likert-scale for the assessment of importance. 
4. Results and Interpretations 
The quantitative analysis of results was obtained through computing the various degrees of importance 
attached by the students to the aspects pertaining to professional development, and the competencies that may 
be considered as inherent to teacher training and professional development. We also tried to interpret 
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quantitatively the results obtained, considering the larger educational context, while at the same time we tried to 
find some suggestions for the improvement of the current educational situation.  
As for the “curriculum design and implementation” heading, the students’ results were quite positive, all the 
five aspects being rated as either very important or important. Only 2% of the students considered “using space 
and time factors in order to optimise the teaching-learning process” as “moderately important”. None of the 
students considered the five aspects as either “of little importance” or “unimportant”. However, it was 
interesting to notice that only 58% of the respondents considered “using concepts and theories pertaining to 
educational sciences” and “applying modern concepts and theories concerning the development of students’ 
knowledge” as very important, probably due to the deeply ingrained idea that theory is already superfluous in 
the school curricula. However, future teachers should be more aware of the importance of modern concepts and 
theory related to students’ acquisition of knowledge and skills. 
 
 
 
 
 
 
 
 
 
 
 
Fig. 1. Curriculum design and implementation 
 
The results for the heading “Facilitating some innovative processes of teaching and learning” were again 
positive, although we had expected slightly better assessment of the aspects under discussion. None of them 
ranked above 80% for the scale “very important”. “Using adequate strategies and techniques that meet 
students’/groups’/classes’ needs, in an inclusive manner” was considered as very important by only 69% of all 
the respondents. Given the fact that modern pedagogies are student-centred, and focus on the actual needs of the 
learners, it is again unexpected that only 74% of the respondents considered “Focusing on students’ different 
learning styles and needs, through appropriate use of a wide range of teaching strategies” as very important an 
explanation may be found in the fact that students are not fully aware of teaching strategies and methods that 
emphasise student-centred learning.  
 
 
 
 
 
 
 
 
 
 
Fig. 2 Facilitating some innovative processes of teaching and learning 
 
As for the heading “Evaluation and monitoring of teaching and learning performance”, results revealed the 
fact that assessment and evaluation are important, but not very important, in the respondents’ opinion. We may 
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conjecture that teacher trainees are not sufficiently trained in the process of testing and assessment, as to fully 
grasp the importance of evaluation, monitoring and reporting on the teaching/learning activities. (See Fig. 3). 
The forth heading, “Involvement in the process of professional and personal development” revealed that 69% 
of students consider “Getting involved in a series of learning activities that promote individual critical reflection 
and the development of a learning community” as very important. However, 3% of the respondents considered 
that “contributing to the development of a learning community” as moderately important. It would have been 
probably useful to ask the respondents an open-ended question about their understanding of what a learning 
community is. 
 
 
 
 
 
 
 
 
 
Fig. 3 Evaluation and monitoring of    Fig. 4 Involvement in the process  
        teaching and learning performance          of professional and personal development 
5. Conclusions and Recommendations 
We may conclude that in the pre-service teacher education programme more emphasis must be laid on the 
understanding of professional development for teachers, and students must be made aware of all components of 
professional development (initial training, induction courses, in-service training courses, and continuous 
professional development in schools) and the competencies that may be considered as inherent to the following 
aspects: Curriculum design and implementation; Facilitating some innovative processes of teaching and 
learning; Evaluation and monitoring of teaching and learning performance; Involvement in the process of 
professional and personal development. We would therefore recommend the explicit training of students as to 
make them aware of the elements that should map out their future, lifelong teaching career. 
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